Abstract: This paper explores the notion of Affective Pedagogy of Human Rights Education (APHRE) on a theoretical level and suggests a concept of curricular framework. APHRE highlights the significance of affectivity and body in the process of learning, factors usually neglected in the mainstream intellectualistic approach to learning, especially in areas under the Confucian tradition. The paper's first section explores the thinking of three philosophers -Rorty, Merleau-Ponty, and Beardsley -who serve as sources for APHRE. The second section explains how their concepts contribute to APHRE's development. In the third section, a practical curricular framework is presented. Finally, the paper discusses implementing the framework and concludes by recognizing APHRE as a pedagogic approach for crossing borders among nationalities, cultures, and languages.
Introduction
Human rights education is acknowledged as one of the most important issues since World War II. Although the Universal Declaration of Human Rights (UDHR) was promulgated in 1948, no countries fully satisfy human rights, and human rights problems or abuses are increasing at local, national, and international levels. The escalation of violations and conflicts demonstrates the urgency of enhancing human rights education.
Less than a decade ago, Taiwan officially approved human rights education as part of the national curriculum (Hung, 2010a; 2012) . In 1997, the Taiwanese Ministry of Education (MOE) appointed a committee to develop new curriculum guidelines to replace previous ones. After years of research and planning, the new national curriculum was implemented in 2001. Human rights education is not listed as a core subject, but as an important issue taught in a cross-disciplinary way. And for many instructors, human rights education is difficult to teach because their programs did not provide training or human rights-related courses. Indeed, Taiwan has undergone the longest period of martial law of any location, dating from 1947 to 1989. Accompanying the imposition of martial law were curfews; the suspension of civil law, civil rights, and habeas corpus; and the application or extension of military law and military justice to civilians. Thus, past teacher-education programs had only empty space where human rights should have been. In other words, Taiwan's background conveys the great importance of equipping pre-service and in-service teachers with appropriate knowledge and skills in human rights pedagogy.
This paper aims to theorize the Affective Pedagogy of Human Rights Education (or APHRE) which emphasizes affectivity, feelings, bodily perception, and aesthetic experience. Based on the notion of APHRE, a concept of curricular framework will be constructed on a theoretical level. This paper focuses on the conceptual clarification and the achievement of the fundamental ideas, which will be the foundation for future empirical study. In addition, this paper will explore how the theory of APHRE is practiced in Taiwan. There are two reasons for proposing the affective pedagogic approach. First, in Taiwan, the main learning approach depends heavily on acquiring knowledge and information. Especially under the tradition of Chinese credentialism, the Taiwanese schooling system tends to instill information and memorization of knowledge, resulting in an unduly rationalistic approach to learning (Kwok, 2004; Hung, 2010a Hung, , 2012 . In other words, this excessively rationalistic approach becomes rote learning and impoverishes the meaning of education. Hence a non-rationalistic, non-intellectual learning approach is crucial for gaining rich, deep meaning during the process of learning about and for human rights.
In this paper, non-intellectual approach is understood in terms of affectivity. The intellectual approach emphasizes the abstract mental faculty, but affective pedagogy values affectivity, sensitivity, emotion, sentiment, and perception in learning. Peter Lang (1998) provided a very good working definition of "affective education":
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By "affective education" is meant that part of the educational process that concerns itself with attitudes, feelings, beliefs and emotions of students. …. Related to this view of the affective dimension of education are two further points: that it often involves both the provision of support and guidance for students and that the affective and cognitive dimensions of education are interrelated. Students' feelings about themselves as learners and about their academic subjects can be at least as influential as their actual ability. (Lang, 1998, p. 5) Attitudes, feelings, beliefs, and emotions are central to human rights education. Lang's definition of affective education has inspired me to develop an affective approach to human rights learning: students' feelings and understanding could be evoked not only through acquiring human rights related knowledge, but also through seeing the sorrowful faces of those whose rights have been violated, listening to their sobbing, touching their trembling bodies. Such scenes and voices should be valued as important sources. This is related to my second reason for proposing affective human rights education: Some things involved in human rights stories may be unspeakable and ineffable. Helping students have sympathy with and compassion for others is key in learning about human rights. Human rights education aims not only to develop students' knowledge and understanding of human rights theory, but also to arouse sympathy and compassion for those who are abused, those whose rights are violated. Being sympathetic and compassionate necessitates arousing the sensitive, sentimental, and affective dimensions of human lives. The language of poetry, music, painting, cinematography, and the fine arts, better conveys the emotions and feelings than reasoning or persuasion. Artistic works and aesthetic experiences play a crucial role in learning about and for human rights. Philosophers Richard Rorty, Maurice Merleau-Ponty, and Monroe Beardsley, who have made outstanding contributions in the understanding of sentiment, bodily perception, and affectivity, are inspirational in the formation of an affective pedagogy of human rights education (APHRE).
Philosophy of APHRE
This section explores the theoretical assumptions underpinning affective teaching and learning based on the thinking of three philosophers -Richard Rorty, Maurice Merleau-Ponty and Monroe Beardsley.
Rorty and Sentiment
What Rorty's philosophy brings to human rights education is the replacement of rationality by sentiment. As one of the most influential contemporary thinkers, Rorty rejects the Platonian-Kantian tradition that firmly believes in objective truth beyond this world. Rorty's well known thought is termed neo-pragmatism, which incorporates contingency, anti-representationism, and anti-foundationism. His works range over an unusually broad terrain. Among these, one concept is most helpful for forming APHRE: sentimenta powerful tool for rejecting the rationalist view of human rights.
According to Rorty (1993) , to justify human rights, traditional rationalist philosophers appeal to universal humanity and transcendental morality. Yet in Rorty's view, there is no such thing as ahistorical, transcultural, and certain truth. All the so-called truths, mistaken for definite, absolute, and everlasting truth, are indeed shaped in culture and described through language-another cultural production. Culture and language are time-bound and space-bound and thus are relative and contingent legacies of human civilizations, rather than certain a priori realities. As Rorty (1989, p. 5) states, "Truth cannot be out there -cannot exist independently of the human mind -because sentences cannot so exist, or be there. The world is out there, but descriptions of the world are not." Rorty (1993) further points out that mainstream human rights claims are based on the universal morality of the Enlightenment, which indeed results in discrimination and violation of human rights. Enlightenment morality assumes metanarratives about humanity. Rationality, especially, is seen as an inevitable characteristic. "Rationality" is the distinguishing feature that "human beings differ from other kinds of animals [there]by having human dignity…" (Rorty, 1993, p. 118) . Rationality is used as the criterion not only for distinguishing humans from nonhumans, but also for differentiating humans with "full" rationality from those with "incomplete" or "immature" rationality, historically for instance, colored people, females, pagans, children, and so on (Rorty, 1993, pp. 124-125) . In Rorty's mind, the most important basis for establishing a human rights culture is abandoning the Enlightenment's foundational presuppositions of humanity through rationality.
Rejecting Enlightenment morality and rationality as the justification for human rights, Rorty (1993) proposes "sentiment" as the substitute. Rorty points out that to rely on the suggestions of sentiment rather than on the commands of reason is to think of powerful people gradually ceasing to oppress others, or ceasing to countenance the oppression of others… (1993, p. 130) In other words, the progress of sentiment, related to decreasing violations and abuses of human rights, establishes a peace culture or a Rortian human rights culture. Drawing on Eduardo Rabossi, human rights culture depicts "a new, welcome fact of the post-Holocaust world…. [Philosophers] should stop trying to get behind or beneath this fact, stop trying to detect and defend its so-called 'philosophical presuppositions'" (Rorty, 1993, pp. 115-116) . Rorty (1997) points out a common sense contrast between the concepts of "justice" and "loyalty." Justice consists of Kantian rational morality, but Rorty defends loyalty as sentimental morality. Justice and loyalty are taken (or mistaken) as emerging from different sources: rationality and sentiment, but this is a foundationalist misconception. The traditional view usually teaches us that conflicts are caused by irrationality, that is, irrational subjects are blindly and uncritically loyal to their faith. They should be blamed for conflicts and be "corrected." Such correction is to do justice.
However, in Rorty's view, there is no real distinction between rationality and sentiment. "Doing justice" is the pretext of violations and abuses of rights of those who are labeled "irrational" or "uncivilized" by their opponents. Conflicts are actually a struggle, not between justice and loyalty, but between conflicting loyalties of different groups. Therefore, differentiating between justice and loyalty is unnecessary. Both seeking justice and inspiring loyalty are important to all groups. Recognition of sentiment could cause people in conflict to reconsider each other as "reasonable" and as "people like us" (Rorty, 1997, pp. 145-146) . Reconsidering enemies as "people like us," who are both rational and sentimental, is more promising for attaining universal human rights.
In brief, Rorty argues that rationality often results in violation, rather than promotion, of human rights because rationality has often been used as a criterion to discriminate between superiority and inferiority or humanity and non-humanity. Implicit in rationality is the assumption that "superior" humans are entitled to control, master, exploit, and even enslave the "inferior peoples," seen as non-human. This insight illuminates, for instance, the relatively recent abuse of immigrant workers in Taiwan. In human rights discourses, replacing rationality with sentiment could help to reconceive relationships among different people and open a new, promising space for inclusion of differences.
What needs articulation next is how sentiment plays a role in learning about and for human rights. This leads to the need for a working definition of "sentiment." The "liberal ironist" proposed in Rorty's well-known work Contingency, Irony and Solidarity might be helpful: the liberal ironist makes efforts to self-create in the private sphere and build solidarity in the public domain. According to Rorty (1989) , the liberal, following Judith Shklar, is defined as the person who thinks that cruelty is the worst thing we do; the ironist is one "who faces up to the contingency of his or her own most central beliefs and desires" (p. xv). In sum, liberal ironists are people who include among these ungroundable desires their own hope that suffering will be diminished, that humiliation of human beings by other human beings may cease. (Rorty, 1989, p. xv) .
"Sentiment" and "liberal ironist" are concepts that outline APHRE's goal: human rights education sensitizes learners to the cruelty and suffering of human beings, and it should inspire learners to commit to diminishing conduct that causes others harm and suffering. Central to human rights education are sympathy and compassion for those who are hurt. Fostering learners' sentiments, sensitivity, and compassion is central to APHRE.
In the next section, I discuss how Merleau-Ponty's thought illuminates the role of the body as enacted in the learning process.
Merleau-Ponty and the Body
Greatly inspired by phenomenology's founder of Edmund Husserl, the French philosopher Maurice Merleau-Ponty developed the phenomenological philosophy of perception or body. Phenomenology is defined as the study of essence: the essence of perception or the essence of consciousness. Phenomenology studies experience as it is lived: "[P]henomenology is … also a philosophy which puts essence back into existence, and does not expect to arrive at an understanding of man and the world from any starting point other than of their 'facticity'" (Merelau-Ponty, 1962, p. vii) . A method of philosophical research, phenomenology describes lived experiences and critiques basing philosophy only on concepts and idealities. The phenomenological understanding of human beings cannot be separated from people, but must be among people within the life-world; in other words, human beings must be treated and understood as living subjects rather than as abstract things.
Merleau-Ponty's particular contribution is that phenomenology describes existence in all its forms, even beyond the traditional dichotomy-empiricism or intellectualism (Bannan, 1967 , Merleau-Ponty, 1962 1964) .
Merleau-Ponty argues that the perceiving mind is an incarnated mind since the mind is rooted in the body and its world. Neither mechanism nor rationalism can provide a full explanation of human existence. Human existence, in his view, is an unfinished, living process anchored upon the body within the world. As he states, Every Incarnate subject is like an open notebook in which we do not yet know what will be written. Or it is like a new language; we do not know what works it will accomplish but only that, once it has appeared, it cannot fail to say little or much, to have a history and a meaning. (1964, p. 6) It is the perceptual and perceptible body that connects the individual and the world in dynamic interactions. The body is the source of inner experience through which individuals analogically understand and interpret other people (Merleau-Ponty, 1962) . As Merleau-Ponty says, "[Inner experience] teaches me the significance and intention of perceived gestures. … The actions of others are … always understood through my own; the 'one' or the 'we' through the 'I'" (Merleau-Ponty, 1962, p. 348 ). The living body makes possible the non-verbal understanding of others' feelings, emotions, and thoughts. Therefore, the body plays a very important role for APHRE in understanding others' sufferings and pain.
The living body is full of pedagogical meanings because it is the ground for me to learn about and to have a world. The body "is our point of view on the world, the place where the spirit takes on a certain physical and historical situation" (Merleau-Ponty, 1964, p. 5) . The body lives ineffable meanings through gestures, facial expressions, movements, and the senses. The body reserves abundant meanings within. Thus, the body is the place where learning starts, where meaning blossoms. The experience gained through the sensory field of body is pedagogic and educational. Regarding learning about and for human rights, the human body senses and perceives others' emotions and feelings by their facial expressions, gestures, positions, postures, sounds, and smells. Thus sensory experiences should weigh more heavily in the learning process, but currently, traditional classroom learning relies heavily on the intellect.
In order to awaken and sensitize learners' bodies, teachers should employ various materials and tools to evoke and optimize sensory responses. Max van Manen (1990) has suggested several methods of investigating lived experience, including description in protocol writing, personal life stories through interviews, experiential anecdotes through observation, biographies, diaries, journals, and objects of art (visual, tactile, auditory, and kinetic). Brought into the classroom, these methods broaden and multiply students' experiences. As for human rights education, fables, stories, diaries, illustrations, art works, video clips, and other materials containing written texts, images, or music can bring learning and teaching to life. Through such sensory materials, more and deeper feelings such as love, grief, fear, hope, or loss can be felt, grasped, and developed.
As mentioned, experiences of suffering, grief, loss, sorrow, or pain, especially those caused by violations or abuses, always have qualities difficult to express fully in words. However, the totality of artistic works, whether text or image, can portray and convey the unspeakable meanings and emotions. If learners are encouraged to dedicate their perceptions, senses, and whole bodies to sensory materials, they can gain richer, deeper meanings and feelings.
Beardsley and Aesthetic Experience
The third theoretical source of APHRE comes from Monroe Beardsley's philosophy of aesthetics. His contribution is different from that of Rorty and Merleau-Ponty, whose thinking justifies sentiment and perception as goals of learning about and for human rights. Beardsley provides criteria for evaluating whether learners have genuine aesthetic experiences and whether the materials sensitize and sentimentalize learners to a satisfactory degree.
Although many thinkers, for instance Osborne (1970) and Stolnitz (1969) , discussed aesthetic experience, Beardsley's view is generally considered the epitome of aesthetic philosophy and theory of aesthetic experience. Thus, I adopt his views to help develop APHRE's fundamental outline. According to Beardsley, aesthetic experience stands out from other everyday experience because of its completeness and coherence. More specifically, he proposed five criteria of aesthetic experience useful for theorizing APHRE. According to Beardsley, an aesthetic experience must meet the first requirement and at least three of the others. The five criteria are as follows: 1) Object directness. A willingly accepted guidance over the succession of one's mental states by phenomenally objective properties (qualities and relations) of a perceptual or intentional field on which attention is fixed with a feeling that things are working or have worked themselves out fittingly. 2) Felt freedom. A sense of release from the dominance of some antecedent concerns about past and future, a relaxation and sense of harmony with what is presented or semantically invoked by it or implicitly promised by it, so that what comes has the air of having been freely chosen.
3) Detached affect. A sense that the objects on which interest is concentrated are set a little at a distance emotionally-a certain detachment of affect, so that even when we are confronted with dark and terrible things, and feel them sharply, they do not oppress but make us aware of our power to rise above them. 4) Active discovery. A sense of actively exercising constructive powers of the mind, of being challenged by a variety of potentially conflicting stimuli to try to make them cohere; a keyed-up state amounting to exhilaration in seeing connections between percepts and between meaning, a sense (which may be illusionary) of intelligibility. 5) Wholeness. A sense of integration as a person, of being restored to wholeness from distracting and disruptive influences (but by inclusive synthesis as well as by exclusion), and a corresponding contentment, even through disturbing feeling, that involves self-acceptance and selfexpansion. (Beardsley, 1991) I propose and incorporate Beardsley's five criteria of aesthetic experience into learning about human rights, as shown in Table 1 : Learners are free from bonds and concern about reality.
DETACHED AFFECT
The subject matter is kept at a distance and is thus harmless and yet still emotionally affective to learners.
ACTIVE DISCOVERY
Learners actively grasp objects in the environment cognitively and perceptively.
WHOLENESS
Learners gain a sense of personal integration and self-expansion.
How can these criteria be adapted to APHRE? Take the Holocaust as an example that demonstrates extreme cruelty and mass violence. Learning about the Holocaust is a part of learning about the universal history of humankind, which "can engage students in a critical reflection about the shared heritage of humanity, the roots of genocide, and the necessity to nurture peace and human rights to prevent such atrocities in the future" (UNESCO, 2013).
APHRE can appropriate multimedia to introduce this immense tragedy to learners via different senses. Holocaust history can be taught not only through texts, including novels, but also through non-verbal media, such as photos and representational sketches or other artwork, and through multi-media such as documentaries, fictionalized films, and filmed interviews with survivors. The U.S. Holocaust Memorial Museum in Washington, D.C. has taken these theories on teaching human rights into account by presenting such exhibits as boxcars in which prisoners were transported and great piles of shoes and shorn hair taken from the condemned. Thus are real events based on real experience told in an embodied way that can arouse much affectivity and understanding in the learner's mind.
However, the process of learning about human violence must be carefully designed to prevent harm to young children. For young learners, such a subject and its harrowing images can be overwhelming and traumatic. In fact, the Memorial Museum shields certain photographic exhibits from young children's view. But important here is that APHRE can be of help in the classroom. Artwork, such as poetry, music, and novels, witness testimonies, and personal stories create a pedagogical distance between learners and subject, inviting learners to meditate and reflect upon the subjects from within a safe space, away from the shock and harm that could be caused by very realistic historical imagery.
Curricular framework based on APHRE
Based on the previous exploration, I suggest a curricular framework for APHRE, explained below. Of course, this framework is not designed to replace the established curriculum guidelines of human rights education, but rather to complement them Three parts comprise the framework: aims and values, resources and means of the learning process, and criteria for evaluation-as displayed in Table 2 . The curriculum should enable learners to have experiences of the following characteristics: Object directedness. The subject matter of the teaching plan enables learners to be concentrated and immersed to a high extent. Felt freedom. The learning materials enable learners to be free from concerns and free to act. Detached affect. The learning materials present the quasi-reality or virtual reality that inspires the learners to have strong sympathy and empathy with the subjects of the materials, but with a clear distinction between reality and the objects of learning. Active discovery. The learning materials enable learners to construct meaning actively, responsively, and responsibly. Wholeness. The learning activities enable learners to reflect upon and integrate themselves into a more coherent, consistent, and responsible personality, to feel themselves part of a larger organism, e.g., family, community, society, and cosmos.
The first column of Table 2 recommends five aims of APHRE, drawn from Rorty's views, to enable learners to be sensitive, mindful, attentive, and responsive to cruelty in the world. These aims imply the final goal (or hope) that learners become active and committed agents for human rights. APHRE aims to prepare learners to be sensitive to the world's sufferings and cruelty so that they respect the dignity and voluntarily protect and promote the human rights of all people.
The second column of Table 2 shows the role that sense perception, inspired by Merleau-Ponty's philosophy, plays in the learning process. The sensitization of learners consists of awakening their bodily experiences, which originate in the multifarious operation of the senses of sight, sound, smell, taste, and touch. The integration of different forms of activities and multimedia into curriculum enriches this learning process. For example, teachers can introduce art and literary works (e.g., music, novels, films, dramas, dances) to learners, invite witnesses or survivors into the classroom, arrange a field trip to visit historical locations or museums dedicated to human rights. Some suggest that text is more appropriate than imagery since the latter may be horrific. In my view, imagery can provide greater pedagogical effect and value on the condition that it is "poeticized" or "artistically processed," not presented baldly as imagery of sheer horror. This is the very point of accommodation in Rorty, Merleau-Ponty, and Beardsley's views adapted to APHRE: human rights education should awaken feeling, emotion, and compassion deep in the mind without causing fear and harm. APHRE aims to enable learners to pay attention to every part of the learning process, to be mindful and careful about every bit of the experience. Then they will be able to reflect on and respond to their perceptions, grasping the meaning in depth.
In the light of Beardsley's notion of aesthetic experience, the third column presents criteria that can be used on two interrelated aspects of the learning process. On the one hand, they can be used for evaluating whether the lesson plans or the materials imply significant aesthetic meanings for learners. On the other hand, they help teachers to decide whether the learners' experiences are aesthetically rich.
Overall, Table 2 presents an outline of the APHRE curriculum framework that can be used for designing lesson plans and developing assessment tools such as questionnaires and checklists. The curriculum framework bridges the distance between theory and practice-for instance, designing lessons and assessment methods. According to Table 2, significant questions helpful for educators to observe learners' concrete learning can be posed: Do learners gain implicit knowledge about human rights? Are learners sensitive enough to the emotions conveyed by the objects or materials? Do the materials enable learners to experience the emotions of suffering people in a more effective way than more traditional materials? Do learners voluntarily help others who are suffering? These questions are underpinned by the core concern of affectivity in the process of learning, and of course, more questions can be developed through Table 2 . However, the questions above exemplify points of developing checklists, lesson plans, and assessment tools. Next, this paper discusses the principles of implementing APHRE in real world contexts.
Principles for implementing APHRE: The Taiwanese context as an example
The discussion above presents the APHRE curricular framework regardless of any particular context. This section proposes principles for implementing the APHRE curricular framework in the Taiwanese context, and there are some obstacles to human rights education in Taiwan: First, in spite of Taiwan being long governed by the military regime and many Taiwanese civilians being victims of human rights abuses and violations, lifting the martial law and the current implementation of representative democracy has given people the misconception that human rights problems no longer exist, at least, the state commits no serious violations. Many victims' stories have thus been forgotten, buried in history; many survivors choose silence because of psychological fear caused by the past "white terror." Many Taiwanese youth, in fact, are ignorant of the past, for instance curfews and the white terror. Second, with the growth of the global market, people's attention remains focused on economics. As defenders of the "Asian view" of human rights claim, social and economic rights take precedence over civil and political rights (Li, 2001) . Third, the strong tendency of credentialism and examination-driven education in Taiwan takes up most of the space and time in school curricula. Teachers do not include general or local knowledge about human rights, especially the history of human rights movement on the island. This subject is considered inappropriate for examination because it is politically sensitive. Indeed, this could be seen as a fourth obstacle: In order to avoid trouble, most educational practitioners leave local human rights issues alone while international or global human rights issues more frequency appear in schools. In my view, this is an educational weakness because it alienates students from lived experience and the life-world. Such avoidance, and thus misunderstanding, hinders the establishment of a human rights culture in Taiwan (and in other societies as well). Obviously, a need exists worldwide to enhance human rights education. And even then, APHRE cannot quickly achieve a strong foundation for learning about human rights, but at least it may play a part in relating human rights issues to individual life experiences. Now, let me explain three basic principles for practicing APHRE. First, the features of locality consisting of spatiality and temporality should be included in lesson plans. Traditional events, local, regional, and national histories, folk stories, cultural practices, and geographical characteristics should be taken into consideration. Taiwan's diversity ranges widely across the spheres of ethnicity, culture, language, politics, economics, and society. Many distinctive issues in relation to human rights are notably educational. With regard to history and politics, Taiwan has undergone the rule of the Spain and the Dutch in the 17th century, the Qing Dynasty from 1683 to 1895, Japanese military colonialism from 1895 to 1945, and a republican government including a period of martial law from 1945 to the present. Under these very different regimes were many issues in relation to, e.g., indigenous rights, poverty, women's rights, workers' rights, colonialism, freedom of expression, terrorism, and security-all excellent sources for learning about human rights. More specifically, Taiwan was under martial 6 1 law for more than thirty-eight years, as mentioned in the introduction. The imposition of martial law violated human rights by suspending and limiting civilians' freedom in many aspects of their lives. Therefore, taking all these facts into account, the history of the human rights movement in Taiwan is a valuable resource for teaching human rights.
Secondly, "stories in the flesh" are better sources than abstract, ahistorical objects such as official documents, declarations, conventions, treaties, laws, and technical terms. By "stories in the flesh," I mean stories with genuine plots, individual characteristics, and temporal and spatial contexts in place of statistics, ahistorical ideas, and doctrines. The experiences of victims, survivors, and their relatives tell stories in the flesh that are powerful and significant for deepening understanding of human rights, developing attitudes and behavior respectful of human rights, and preparing skills to uphold and protect human rights. These kinds of stories and voices should be heard in schools in order to build human rights culture. The telling of stories becomes a certain kind of "re-description"-to use Rorty's term-that helps people expand and sharpen their imaginations (Hung, 2012c) . A single story might depict a very small bit of experience from the victim, survivor, or relative, yet this story in the flesh-even brief and seemingly trivial-can be related to learners' real lives, conveying meaning to them in a profound way, and resulting in long-term, deep influence on their future lives. Of course, official documents are important resources in human rights education, but what I intend to stress is that abstract objects make "thinner" sense for learners than stories with personal characteristics and contextuality.
Third, subjects and materials should go beyond verbally mediated works. Sculptures, paintings, music, photos, novels, poetry, picture books, dramas, films, and so on deserve a prominent place in the curriculum. Artworks concerning local historical features should be prioritized over those concerning people or issues in other regions. For example, the stories of white terrorism in Taiwan's history should be chosen over those on Nazi terrorism. As with the documents mentioned above, however, the foreign materials should be included. But even so, I want to stress that domestic should not be replaced by foreign materials if curriculum space is limited. Let me illustrate with another example. Many people in Taiwan and around the world are very familiar with the Tienanmen Square Protests (or the June Fourth Protests) in China in 1989, but very rarely do people know about the April Sixth Protests-a series of protests and governmental oppressions in Taiwan in 1949. These triggered a half-century of white terrorism and high-pressure control of teacher education. The testimonies, autobiographies, and photographs of survivors, their relatives, and witnesses are barely mentioned at all levels of Taiwan's curriculum. These sources should be made visible.
Concluding remarks: APHRE crossing borders
So far, I have proposed the APHRE to approach a concept of curricular framework on a theoretical level. The practical effect of the APHRE will be investigated in the next stage of the future empirical study. The main contribution of the present exploration lies in the conceptual clarification and the achievement of the fundamental ideas. The development of APHRE aims to improve human rights education by linking learners' bodily, affective, and perceptual experience with human rights events and stories. This embodied approach to learning is likely to raise learners' sensitivity to human rights issues. In contrast, the mainstream learning approach is prone to be intellectual, rational, and cognitive, thus reducing human rights education to acquisition of facts. Especially in Taiwan, rote learning and the mere memorization of information usually drives pedagogy (Hung, 2010b) . With this concern in mind, I suggest highlighting the affective dimension in human rights pedagogy. Drawing on the thinking of Rorty, Merleau-Ponty, and Beardsley, APHRE values works of art, stories, and memories connected to personal experiences that engage learners in truly historical experience and yet keep them at a safe, poetic distance. The fundamental curricular framework of APHRE takes care of needed affective knowledge, neglected by mainstream intellectual views, at least partially because it is difficult to assess with paper-pencil examinations. APHRE also provides a foundation for developing practical teaching plans and checklists for teachers to observe and to assess both learners' experiences and the effectiveness of teaching objects.
As the creator of the APHRE framework, I sincerely hope it enables educational practitioners to teach human rights education by arousing learners' sentiments, sensitivity, feelings, compassion, and sympathy for the suffering. I further hope that it inspires learners to engage in actions against human rights violations and abuses. Although I stress education in local issues, certainly the affective approach can break through borders, be they cultural, regional, national, or linguistic. I remember attending a conference in Amsterdam, in 2006. Despite the short stay, I visited the Anne Frank Museum, where I was viscerally struck by her family's hiding place. The photos, the texture of the architecture and the walls, the feeling of my steps on the floor, the smell of the air, and the sound of distant bells-all these impressions struck every pore of my skin, telling the story of Anne and her family-and the other victims-so vividly. Just a half-day visit gives visitors unforgettable memories and plants a seed for the protection of human rights in their hearts.
As a final demonstration of putting the APHRE into practice, I present, in part, a poem by the Chilean poet Pablo Neruda: "I Am Explaining a Few Things": Treacherous generals: see my dead house, look at broken Spain: from every house burning metal flows instead of flowers, from every socket of Spain Spain emerges and from every dead child a rifle with eyes, and from every crime bullets are born which will one day find the bull's eye of your hearts. And you'll ask: why doesn't his poetry speak of dreams and leaves and the great volcanoes of his native land?
Come and see the blood in the streets. Come and see The blood in the streets. Come and see the blood In the streets! These sounds and scenes, colors and smells vividly depict ruins and corpses that burden the reader's feelings with the weight of human lives. For teachers and students, reading such a poem has the potential of making visible how people suffer from war and how important it is to protect integral human lives from the abuses of war. At the moment of reading, insight regarding human rights dawns through the affective body. There are infinite materials and resources for teachers to adapt in human rights classrooms. I propose APHRE to emphasize that teaching human rights is not only about enriching the mind and the intellect, but also about touching the soul and heart.
